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A major inadequacy in the process of supervision is the supervisor's
lack of skill in giving useful feedback to teachers concerning their
instructional behaviors. Recently, educators have begun to look at
teaching improvement processes which can provide the framework for a
systematic method of assessing teaching competence and diagnosing
skill weaknesses.
One such teacher improvement process has been developed by the
Clinic to Improve University Teaching. The Clinic assist university
faculty in improving their teaching behaviors.
The model of supervision in the present study was adapted from the
Clinic model and designed for use in elementary schools. Information was
gathered from elementary students with the use of the Elementary Teaching
Analysis By Students Questionnaire, (ETABS). The questionnaire assesses
nineteen teaching skills with thirty-seven subordinate teaching behaviors
that were identified by consensus of authorities in the field of teacher
education. After students assess their teacher's specific behaviors,
the model calls for "localizing" the strengths and weaknesses. The
development of improvement strategies and a second administration of the





A sample of twenty inservice teachers were selected from volunteers
in two suburban elementary schools. Five teachers in each school were
assigned to the Adapted Clinic Model, (ACM) group and five to a partial
implementation designated as the Feedback Only, (FO) group. Thus in all
there were ten ACM teachers and ten FO teachers.
Four research questions were posed in the study: a) Will a teacher's
participation in the implementation of the adapted model, which includes
elementary student feedback on teaching behaviors, result in increased
positive perceptions of those behaviors by students? The first question
was answered in the affirmative, since the percentage gains for both
groups were substantial, b) What are the relative merits of carrying
out the adapted clinic model and a partial process? It was found
that full treatment led to greater improvement
,
but that the partial
treament received by the FO group was also effective enought to warrant
consideration given that it required fewer resources, c) How do
part icipating ..teachers and others react to the model as a means of
improving teaching behavior? A synthesis of all feedback gathered from
teachers and administrators validates the usability of the adapted
model, d) How do data from the teacher self-assessment and teacher
prediction of student responses correspond to the Elementary Teaching
Analysis Ev Students Questionnaire? The data gathered indicates low
correspondence on the initial trial, but rather close correspondence
subsequently.
The study should serve as a basis for additional research efforts
in the area of supervision as well as providing the opportunity to
confirm the usefulness of the Elementary Teaching Analysis By Students
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The role of supervising teachers has traditionally been low-key
and sometimes conducted from a distance. For a teacher to see the
person in charge of supervising teachers once or twice in a semester
is not unusual. Even a supervisor who is genuinely interested in the
education of his or her teachers often has a hard time aiding teachers
because he or she has very little criterion to work with for measuring
growth in teachers' performance in the classroom. Instead a supervisor
relies simply on his or her own impressions of a teacher's performance
based on his or her limited contact with that teacher.
^
Historically it appears that teacher educators have been more
concerned with investigating teaching characteristics than with studying
teacher behavior. Although these two terms might appear to be
synonymous, they are not. Teaching characteristics are the more or
less superficial things supervisors traditionally look for in a student
teacher: class control, poise, teacher directed activities, etc.
Teaching behaviors, on the other hand, include the whole range of
professional, social, and emotional skills, which vary between individuals,
that are necessary for a person to become a good and competent teacher.
/
^Alexander Frazier, "The New Teacher—And a New Kind of Supervision?"
Journal of Experimental Education , 30:313 (June, 1962).
^Carl Rogers, On Becoming A Person . Boston: Houghton Mifflin Co.,
Riverside Press, 1961.
1
2Supervision on the basis of teaching behavior makes the assumption
that certain components of teaching behavior tend to be repeated over
and over, that the teacher’s unique identity can be defined largely by
his or her set of patterns. Supervision which aims at improving
teaching behavior, has as its focus the integration of the teacher
role into the whole person. Moving toward improving behaviors comes
the increasing efficiencies and pleasures of learning and becoming,
. s
which constitutes a great sense of one’s own behavior and of its
impact on others.
Supervision has as its goal the modification of teaching behavior.
Few elementary or secondary school administrators or supervisors of
teacher education, however, think of supervision in this way. As a
result of supervision the preservice and inservice teacher is expected
to do or say something differently than he/she did prior to supervision.
- - r*Ctl‘
A common problem with this expectation in practice is the failure
of public school and university supervisors to identify specific
behaviors to be influenced and then to attempt to influence these
behaviors for more effective teaching.
Teachers, too, have rejected the traditional concept of supervision.
For many teachers it has been an encroachment upon their professional
status. Many supervisors claim they are agents for the improvement of
instruction, while the teacher perceives them as evaluators who pose a
/
threat to the teacher's security. It is easy to understand how this
has come about. Once or twice a year the supervisor visits the
^Robert Goldhammer, Clinic Supervision . New York: Holt,
Rinehart and Winston, Inc., 1969.
3teacher's classroom, completes an observation cycle, calls a
conference and presents his/her evaluation and asks for the teacher's
reactions. Another approach often used is to make short visits to the
classroom after which the supervisor abruptly leaves or only offers a
quick compliment or suggestion.
B. Problem
To date there is very little evidence supporting the theory that
different teaching styles differentially influence the rate or amount
of student learning. This lack of evidence could be attributed to the
difficulty of documenting the effectiveness of various teaching styles;
it could also indicate that what the teacher is saying and doing in the
classroom is of little consequence in the teaching-learning process.
Traditional training programs emphasize the prospective teachers often
try to emulate the cooperating teacher. The supervising process has
been, in the past, unsystematic and largely a matter of one's personal
style. It is usually left to the prospective teacher to judge what is
good or bad teaching behavior.
In order to utilize the cooperating teacher as an effective model
in teaching, prospective teachers and teachers ought to be able to
identify desirable skills in advance. The teacher training program
and the supervisors and cooperating teachers involved with them need
to agree on a set of criteria which focuses on a teacher improvement
model. One purpose of supervisors in education is to identify specific
teaching skills and another is to demonstrate them in a fashion which
can be clearly recognized and understood. Very often teachers know
Alittle about the students whom they are to teach, lacking familiarity
with available resources, prospective teachers find their responsibility
overwhelming. They may acquire instructional planning skills, but they
do so largely by trial and error.
The success of the supervisor can surely be measured directly by
the magnitude of change, in specified behaviors, that he/she produces
in the teacher. Indirect measures of supervision are the extent to
which students of the teacher do or say things differently, in a
desirable direction, as a result of the teacher's acquiring and using
specific skills.
Through my involvement with the Clinic to Improve University
4Teaching, I have had the opportunity to conceive and adapt to the
elementary level an alternative approach in teacher education which
focuses on the development of specific teaching skills rather than
leaving teachers to haphazardly gain competence through a less well
structured teaching experience. Briefly:
university teachers wishing to avail themselves
of the Clinic services are assigned to work with
one of the carefully trained teaching improvement
specialists. Rapport and some understanding of
the teacher's instructional objectives, style,
and teaching concerns are gained through inter-
views and classroom observations. An overview
of teaching skills and behaviors associated
with each are identified for the teacher. Classes
/ are then carefully selected for video taping and
^Michael Alan Melnik, "The Development and Analysis of a Clinic
to Improve University Teaching," unpublished doctoral dissertation.
University of Massachusetts, 1972.
5the collection of student feedback data.
Student reactions are collected through a
paper-and-penc.il instrument called the TABS
(Teaching Analysis by Students). Teaching
strengths and weaknesses are then pinpointed
or "localized" by the teaching improvement
specialist and teacher as they interpret the
information received by way of classroom
observations, video taping, and systematically
collected student feedback. At this point,
mutual decisions are made as to which teaching
skills and/or behaviors should be worked on,
and an improvement program is initiated.
These programs are typically supervised by
the teaching improvement specialist and other
clinic personnel. These programs include
such activities as: the use of live, filmed,
or taped models; working with peers; using
written materials; soliciting the structured
cooperation of students; and microteaching
programs. Progress is monitored and evaluated
jointly by the students and through the
repeated use of interviews, classroom observa-
tion, student feedback and video taping.
-
This approach shows promise for adaptation to the elementary school
level. The problem addressed in the present study is whether such
adaptation is feasible and results in desired outcomes in the
elementary school teaching experience.
"While the Clinic to Improve University Teaching does not assume
that there is one particular teaching style which is universally
desirable, it does assume that there are a number of teaching skills
and behaviors which provide the focus for the assistance provided by
the teaching improvement specialist and the improvement efforts of
*
teachers."^ In the adapted clinic the focus upon specific skills
^Paper on the Clinic to Improve University Teaching, University of
Massachusetts, 1973.
6Betty Erickson, paper on the Clinic to Improve University Teaching,
University of Massachusetts, 1974.
6and behaviors enables elementary teachers to participate in a process
of supervision for more effective teaching. Focus upon specific skills
and behaviors provide a structure which helps teachers refine skills
and test alternative behaviors which help to meet the challenge of
diverse learning styles and needs of elementary youngsters. It is
essential that the supervisor have clearly in mind the behavior he/she
wishes to influence so that the feedback can be specific and so that the
teacher will know what or how to change as a result of supervision.
The adaptation might work equally well with preservice programs
whereby supervisors and cooperating teachers who are in the process
of training prospective elementary teachers might agree upon a systematic
process for evaluating progress and guiding improvements efforts of the
prospective teacher.
In inservice programs teachers can learn to become more effective
in the classroom. The teaching improvement process could provide a
more reasonable and responsible basis for evaluating the teacher's
present teaching competence and predicting future success. Administrators
would have more objective, more systematic and more complete data to
support their assessment of a teacher's performance and progress.
Description of the Adapted Clinic Process
Seminars : The teacher participates in discussion of the technical
skills of teaching and their application in the teaching-learning process.
Microteaching is an integral part of the seminars. Teachers view tapes
of a microlesson and use these lessens to learn to identify various
7teaching behaviors. 7 Teachers are directed towards considering the
skills taking into account the grade level of the children being
taught.
Planning Conference : The supervisor conducts conferences with
teachers at their request to help determine their understanding of
various teaching skills and the utilization of these skills in their
lessons
.
Observation : Weekly visitations to the classroom by the supervisor
help him or her to determine whether teachers can demonstrate their
ability to work effectively with teaching skills. Visitations are of
two kinds: 1) intermittent, ten-fifteen minutes and 2) full scale
observations, formal critique of a lesson from beginning to end on
alternative weeks.
Video taping of lessons : The supervisor video tapes a selected
lesson taught by the teacher working with a group of children. Teachers
are given a chance to view their performance in a classroom situation to
specifically identify strengths and weaknesses of teaching skills. Rezler
and Anderson found that people who viewed video tapes of their interaction
in group discussions did not change their self-perceptions unless the
8
replay was focused. Specific weaknesses are identified through through
the tape and matched with student opinion of teaching skills.
Teacher Self-Assessment : Teachers reflect upon their own teaching
A
performance to see how their own teaching behavior is matched with
students' perceptions of their behavior.
SAgnes Rezler and A. S. Anderson, "Focused and Unfocused Feedback
and Self-Perception." The Journal of Educational Research , 65 (October
1971): 61-64.
8Teacher predic tions of student responses : Teachers estimate how
many of their students will respond in category 1 (yes) or 2 (no)
so that they can compare their perceptions of teaching behavior with
the students' actual responses.
Student opinion of teaching skills : Elementary students rate
teachers on their effectiveness in utilizing identified teaching
skills. The instrument used in the Elementary TABS (3-6) (Teaching
Analysis by Students). The supervisor analyzes the data from the
student responses, and video tapes, then, uses these data to provide
feedback to the teacher in conference sessions.
Improvement strategies : Specific strengths and weaknesses are
identified and strategies offered for teacher improvement. The teacher
works on improving his or her specific skills while at the same time
continuing with the acquisition of strengthening the repertoire of
other necessary teaching skills.
Evaluation of improvement strategies : After "localizing" strengths
and weaknesses from student responses and video tape, the prospective
teachers will work in implementing the strategies offered by the
supervisors. Continued use of the Elementary TABS (3-6) by students
and a second video taping of the teacher working with students will
help to determine if the teacher's teaching behavior has improved.
C. Purpose
The purpose of this study is to determine if a Clinic model adapted
to the elementary school is an effective model of supervision for the
training of elementary school teachers.
91* In this evaluation the following specific questions are posed:
a) Will a teacher’s participation for three months in a program
adapted from the Clinic process that included elementary student
feedback on specific teaching behaviors result in increased positive
perceptions of those teaching behaviors by students? b) What are the
relative merits of carrying out the adapted Clinic model and partial
treatment of the process? c) How do participating teachers and others
in the school district react to the use of the model as a means of
improving teaching behaviors? d) How do the data from the teacher
self assessment and student predictions correspond to the elementary
teaching analysis by students?
2. Several assumptions are: a) a teacher's behavior can be
Q
influenced by the expression of students' feelings, b) students can
provide useful information concerning teaching skills, c) elementary
school students are not usually equipped to suggest improvement
strategies for the weaknesses they have perceived in teachers, and
d) teachers' behaviors can be influenced by individualized conferences
with a supervisor.
3. Significance of the study: a) a means for providing an
alternative model of supervision to teachers in inservice teacher
education programs, b) the instrument used by the children provides an
assessment as to the effectiveness of teachers' performances in the
t
classroom, c) a method for involving school children in the process of
teacher improvement, d) the products developed for the treatment may
be useful beyond the studv should the process be proven effective.
9
N L Gage, "Changing Teacher Behavior Through Feedback
from Pupils
An Application of Equalibriura Theory." Re3dina£_in the
Schoo 1 Psychology
of Education, Boston: Allyn and Bacon, 1963, pp.
W3-1B1.
10
The significance of the study is to help teachers improve their
teaching, and find a valid, reliable, and effective means for
supervising prospective teachers.
It is possible for a supervisor to rate the behaviors of an
individual, but it is not possible for a supervisor to rate definitely
the effectiveness of these various behaviors. 10
lhe delimitations of the study are: a) the study will not attempt
to measure teacher changes which are internalized but not demonstrated
behaviorally during data collection periods, b) the study does not deal
with a possible inability of some students to deal with the Elementary
TABS (Teaching Analysis by Students) conceptually, and c) the study
does not measure maintenance of the skills after initial improvement
has been identified.
It seems clear that a supervisor has no way of determing how
effective an individual is when he or she performs as a teacher. Student
analysis in a teacher education program at preservice seems to be a
viable source of helping to diagnose teaching performance. Coupled with
the other integral parts of the model of supervision, the adapted Clinic
to the elementary school level can be of significant use to teacher
education programs and to supervision by administrators and teachers in
inservice programs in the schools; because it might lead to a more
definitive and operational method for acquiring skills and behaviors.
10Milton Hildebrand et al. , Evaluating University Teaching , Center




There have been numerous research projects conducted in the areas
of classroom supervision and teacher effectiveness. Basic to super-
vision is the assumption that learning is evidenced by a change in
9behavior. There is very little way of knowing whether a change
has occurred without observing a behavior or consequence of behaviors.
Teaching is successful usually when the teacher’s predetermined and
intentional change in the learner actually occurred."^
Several studies have dealt with teaching skills and their use
with a supervisory process for more effective teaching. Related to
this are studies that have focused on the improvement of teaching
behaviors by providing teachers with a variety of feedback about
their teaching. Research projects dealing with teaching improvement
at the elementary, secondary and post secondary levels are mentioned
in this chapter. Also included are a description of the nineteen
teaching skills developed by the Clinic to Improve University Teaching.
11
Support for the position that the criterion for an effective teacher
is his or her impact upon the learner has been offered by a number of
individual researchers in the 1960 's and 1970 s. One of the more









comprehensive studies done on supervision at the elementary school
level was by McNeil (1967). He conducted a study on the practice of
supervision by objectives. Forty-five student teachers in inner-city
elementary schools were randomly assigned to control and experimental
groups. Teachers in the control group were advised in writing that
their grades in student teaching would be determined by their "professional
characteristics." Teachers in the experimental group were advised that
their grade would be determined by their ability to select appropriate
behavioral changes to be sought in learners. Post testing of pupils
revealed that pupils taught by teachers in the experimental group
12
achieved more than those taught by teachers in the control group.
Classroom behaviors were analyzed by D. Soloman, Rosenberg and
Bezdek (1964). A factor analysis of classroom behavior resulted in
eight factors related to students' learning. "Learning of facts"
related significantly to teacher clarity and expressiveness, whereas
gains in comprehension related significantly to such teacher traits
13
as energy and flamboyance.
Isaacson, McKeachie, Milholland, Lin, et al (1964) found that
student responses to a questionnaire regarding dimensions of their
teacher's behavior generally clustered around six factors: skills,
overload, structure, feedback, group interaction and student rapport."^
12john D. McNeil, Journal on Accountable Teachers , New York: Holt,
Rinehart and Winston, 1971, p. 108.
13d. Soloman,
Student Learning,"
L. Rosenberg and W. E. Bezdek, "Teacher Behavior and
Journal of Educational Psychology, 1964, 55, p. 24.
1% Isaacson, W. McKeachie, Milholland and Y. Lin, "Dimensions of




It has been said that good teaching is identifiable to those who
experience it. Hildebrand and Wilson (1970) sampled a large group of
students who gave their opinion of effective or ineffective teaching
behavior. The study revealed agreement between students and teachers
in their ranking of behaviors and helped to improve instruction.^
Rayder (1968) and Davidoff (1969) completed studies on student ratings
cf teacher effectiveness.
Rayder' s research suggests that student's sex, age, and grade-
point average and the grade received from the instructor have little
, , ,
.16
relationship to student ratings. Davidoff provided strong evidence
leading to the conclusion that student opinion of teacher behavior is
very stable over time. ^7
Tucker and Oliver (1968) found that feedback from pupils led to
improved teaching behavior, whereas feedback from the student teachers'
supervisor produced no additional effect when combined with pupil
18
feedback, and actually had a negative effect when used alone.
Moving on in this related literature search this investigator
found that many studies on teacher education are centered around effects
15m. Hildebrand and R. Wilson, "Effective University Teaching and Its
Evaluation," Eric Report , Ed 039, 860, 1970.
l^N. F. Rayder, "College Student Ratings of Instructors," Journal of
Experimental Education , 1968, 37(2) p. 78.
17 S . H. Davidoff, "The Development of an Instrument Designed to
Secure Student Assessment of Teaching Behaviors that Correlate with
Objective Measures of Student Achievement," The School District of
Philadelphia, Office of Research and Evaluation, March 1969.
18B
.
W. Tuckman and W. F. Oliver, "Effectiveness of Feedback to
Teachers as a Function of Source," Journal of Educations
_
Psychology,
1968, 59, p. 299.
14
of performance feedback. Many studies have tested the proposition
that feedback to teachers about their style, performance and about
the effects on pupils will tend to increase their mastery of teaching
skills.
Joyce (1967) found that feedback to teachers could be effective,
but also found that supervisors need extensive training if they are
to give effectively constructive feedback. He showed that there was a
tendency for supervisors to discuss hypothetical examples of teaching
rather than stick to the filmed and taped samples of a student's own
teaching. James (1970) found that a combination of supervision with
self -confrontation via video taped feedback was significantly superior
to traditional supervision alone in getting student teachers to move
toward indirect teaching strategies. Steinback and Butts (1968)
studied the relationships of teaching practice with peers and with
children, and the presence or absence of feedback about the teaching
to the achievement of specified teaching competencies. They found
that at the elementary school level, some skills can only be learned
by teaching children. Teachers who received feedback were better able
to gear the lesson to pupil needs.
^
19b. R. Joyce, "Explorations of the Utilization of Personnel in the
Supervision of Student Teachers when Feedback via Films and Systems for
the Analysis of Teaching are Introduced into the Student Teaching Program.
Eric Report , Ed 202 575, 1967.
2°h . James, "Differential Efficacy of Three Supervisory Methods for
Development of a Teaching Strategy," (paper presented at the meeting of
the American Educational Research Association, March, 1970, Minneapolis).
^Robert Travers. Second Handbook of Research and leaching,
Chicago, Rand McNally Publishing Co., 1973, p. 947.
15
Young (1968) found that video taped feedback during a microteaching
experience was a much more effective treatment if accompanied with specific
comments about the teaching skills at issue, as compared with viewing
22the video tape alone. Related to the use of video tape Allen and
others developed microteaching at Stanford University in the early
sixties. It is "a conceptual system for identifying precisely specified
teaching skills with the use of video tape feedback to facilitate growth
23in teaching skills. They attempted to analyze teaching into well-
defined components that could be practice taught, evaluated and controlled.
Microteaching consists of selecting a single component of teaching
behavior for primary focus and providing the opportunity for a teacher
to teach a scaled down lesson aimed at perfecting the selected skill.
Allen found that students trained through microteaching showed significant
improvement in certain skills of teaching. Moreover, David and Smoat
(1969) found that eighty-five students going through a microteaching
laboratory, showed significantly more desirable patterns of teaching
25
behavior than those who did not.
A recent group of studies conducted with secondary and elementary





23D, W. Allen and J. C. Fortune, "An Analysis of Micro-Teaching:
A New Procedure in Teacher Education," Stanford, California's School
of Education, Stanford University, 1967. Section III, p. 4.
2
^Ibid., p. 5.
230p, Cit., p. 76.
16
Mary Lou Koran and John J. Koran sought to train teachers to ask analytical
questions. Trainees were exposed to a video tape model of behavior to be
acquired and a written description of the desired behavior. The treat-
ment groups viewing the film model or reading the written model produced
significantly higher frequencies and qualities of questions than did
the control group.
^
Teaching behavior over the period of student teaching was carefully
measured by Morgan and Woerdehoff (1969). Student teachers who received
no feedback about their specific teaching behavior showed no significant
change in their behavior from the first week to the last week of student
teaching. 2 ^
C
Gage (1971) suggested that supervisors focus upon specific aspects
of the teacher's task rather than on all parts of teaching at once.
Emphasis was placed on specific teaching skills to help people teach well. 28
Moreover, Miltz (1971) took one group of student teachers and
helped them practice the ideas on how to explain and another group did
not received this instruction. The teachers who used Miltz' s training





Mary Lou and John J. Koran, "The Effects of Individual Differences
on Observational Learning on the Acquisitions of Questioning Behavior by
Preservice Elementary Science Teachers." A paper presented to the American
Educational Research Association, Los Angeles, February 1969.
27 /
J. C. Morgan and F. J. Woerdehoff, "Stability of Student Teacher
Behaviors and Their Relationship to Personality and Creativity Factors,"
The Journal of Educational Research, 1969, 62, p. 252.
28
N. L. Gage, "Tools of the Trade: How Teachers Make a Difference,"
U.S. Office of Education, U.3. Governaraent Printing Office, 1971, p. 37.
29
r . Miltz, "Development and Evaluation of a Manual for Improving
Teachers' Explanations," Unpublished Doctoral Dissertation, Stanford
University, 1971, pp. 87-94.
17
Research evidence looks fairly consistent in confirmint the utility
of giving teachers feedback about specific aspects of their teaching
behavior. Available evidence indicates that teachers use such feedback
to make instructive changes in their teaching style only if another person(s)
particpates in the feedback session. Apparently, simply looking at one's
own performance does not lend to much insight onto what one is doing,
or else it does not provide adequate motivation to alter that pattern.
A word of caution is offered against underestimating the importance of
students' perception of their teacher and how these perceptions influence
behavior. Conversely, a teacher's behavior is a function of their
perceptions of the situation. In order to have optimum effectiveness,
teachers should perceive the classroom environment, including themselves
as they really are. Perceptions involve giving of significance to stimuli
by the learner, and such perceptions always follow, never provide the
reception of the stimulus.
Nineteen Categor ies of Teaching Skills
The following skill categories have been identified through the
Clinic to Improve University Teaching, and by agreement from individuals
with expertise in teacher effectiveness, through their mention in related
literature by interviews and informal conversations with a variety of
school personnel. The nineteen categories of teaching skills are: Set
Induction, Logical Organisation, Pacing, Elaboration, Asking Questions,
/
Responding to Questions, Student Participation, Closure, Evaluation,
Expression, Level of Challenge, Methods and Materials, Creativity,
Flexibility, Individualisation, Interpersonal Relations, Learning
J .30Environment and Perspective.
3Cl0p. Cit., Melnik, p. 20.
18
In addition to the support for these categories mentioned in this
Chapter, additional information will be provided relative to the
nineteen categories in this section. Although the individual category
labels may not be the same as others mentioned in the literature and
could be confusing, the judges as well as the supportive literature
recognize them as being appropriate. For example, a study by Wallen
(1966) found that brief verbal expressions such as "Aha" and "Right"
related positively to improved cognitive performance. Certain types of
elaboration, such as restating and analyzing the response of the child
or explaining what was good about the response, were found to make
31praise more effective. Although there is no "praise" category used
in this study, the aforementioned traits fit very comfortably within
the areas that this study has identified.
Definitions of any category could be misconstrued unless there were
a thorough perusal of the related literature and the statements of the
Elementary Teaching Analysis By Student Questionnaire.
1. Establishing a Learning Set. The term "set" refers to the
establishment of cognitive and affective rapport between students and
teacher in a way that obtains immediate student involvement and interest
in the learning experience. The most effective "sets" are those that
catch the student's attention and interest early. Establishing a set
is usually the first instructional move of the teacher. It may also,




N. W. Wallen, "Relationships Between Teacher Characteristics and
Student Behavior," Eric Report , ED 001 257, 1964, p. 448.
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Betty Erickson, "Teaching Skills," Unpublished series of papers
prepared for The Clinic to Improve University Teaching, Amherst,
Massachusetts, November, 1973, p. 2.
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2 * Logical Organizatio n. Logical organization refers to the
teachers skills in arranging and presenting course material and
learning activities so that the relationships among the various
topics and activities are clear. Teaching which helps students find
a framework within which to fit new phenomena is likely to be much
more effective than teaching which simply communicates masses of
material in which the student sees no organization. The research
reviewed by Rosenshine (1970) presented a number of studies where the
variable of teacher organization was found to be positively correlated
33
with student achievement. If a teacher is skilled in integrating
material and activities into an organizational framework and is able to
help students perceive the logical organization of that framework., it is
likely that there will be an increase in student achievement and that
students will develop a more positive attitude about the class and the
competency of the teacher. Effective logical organization not only
requires that a teacher decide upon a structural framework within which
materials and activities are interdependent and coordinated, but also
that students perceive the organization and understand the relationships
among the various materials and activities. In some cases, the organizing
principles are self-evident. However, it's frequently the case that the
organization is crystal clear to the teacher who is an experst in his/her
subject, but very opaque to students just beginning to explore the subject.
In such,cases, there are several teaching behaviors that a teacher might
perform which help students perceive the organizational structure of the
33b. Rosenshine, "Interpretative Study of Teaching Behaviors
Related co Student Achievement," Eric Report , ED 051 116, 1970, p. 148.
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curriculum and understand the relationship among the various topics,
activities and objectives .
^
3. Pacing . Pacing is the rate at which new ideas and activities
are introduced and the time allotted to each of these ideas and
activities
. Decisions about pacing must be made while planning and
while teaching a course. Decisions about pacing during the planning
stages are based partly on the teacher's judments about the timing
and weighing of various topics and activities. The teacher's decisions
about when topics or activities are to be introduced should be con-
sistent with the logical organization of the subject matter. It does
not make sense to introduce content or activities which require
C
knowledge or skills that are to be developed later in the course.
Decisions about the amount of time spent on particular topics or
activities should reflect the teacher's judgments about the relative
importance of the objectives toward which those topics or activities
are directed. It is unreasonable to allot two weeks to developing a
relatively minor point or to plan lengthy assignments or activities
around less important objectives. The teacher's "best guess" about
how much students will be able to understand and accomplish within a
given amount of time should also influence decisions about pacing
during the planning stages. The more information available about
students' backgrounds, abilities, and interests, the better the
35
teacher’s guesses about pacing will be.
Op . Cit., Erickson, p. 9.
35ibid, P. 10.
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4. Elaboration. A skill whereby the teacher clarifies or
develops an idea or topic. A teacher may ask the student for
more information about a topic. Effective teachers keep discussions
going by asking questions that require more than superficial answers
Probing requires an unrehearsed response whereby teachers learn to
develop a repertoire of questions focused on elaboration.
5 * Asking Questions
. The skill area of asking question refers
to the teacher s ability to use different types of questions for a
variety of instructional purposes. Many teachers use questions as
part of their teaching methods; some even vary the types and functions
of their questions to suit their instructional purposes. However,
more often it's the case that teachers consistently ask one or a few
types of questions and frequently without any clear sense of purpose
or direction. The result is that questions are not typically the
powerful aid to learning that they might be. In contrast, teachers
who are aware of their objectives, of the types of questions they
might ask, and of the functions which questions may serve, are likely
to make better decisions about how to conduct a lesson and use ques-
tioning strategies more effectively.
A teacher may use questions for any number of instructional
purposes: to motivate students, to establish focus, to check on
comprehension, to increase student participation, to vary the cogni-
tive level at which subject matter Is considered, etc. Obviously,
the clarity of the questions and the emotional tone used by the
instructor when he/she asks them to contribute to their effectiveness
as a learning aid for students. In addition, a teacher skilled in
22
asking questions is able to use variety types of questions and to
make them serve different functions.
In order for elementary school children to be successful in
bheir learning, the teacher must be able to set the stage, initiate
the process, sustain the activity and give direction and purpose to
the children's learning. The teacher must also be skilled at diag-
nosing individual progress in the learning process. One of the most
effective skills of instruction for accomplishing these purposes is
the question.
Effective questioning is not an innate talent that only a few
possess; it is a skill that can be developed with practice. Teachers
who are not adept at questioning, who do not develop a questioning
attitude, and who do not pose questions as they prepare for teaching
will have difficulty directing the learning of children. The greatest
effect of the question is the way and extent to which it causes the
pupil to think. The data available from research demonstrates that
the teacher’s questions and way of using questions are critical in
helping students learn how to think. A study by Taba, Levine and
Elzey found an almost perfect correlation between the levels of
thought pupils display in their answers to teachers' questions and
the types of questions asked by their teachers. Moreover, the study
showed that questions asked by the teacher have a very strong in-
36
fluence on other behaviors performed by the pupil.
36H. Taba, S. Levine and F. Elzey, "Thinking in Elementary School
Children," Cooperation Research Froject No. 1574, San Francisco:
April, 1964, p. 85.
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Respond ing to Questions
. Responding to students' questions
refers to the teacher's ability to create a climate in which students
feel free to ask questions, to the teacher's skills in providing
appropriate opportunities for questions, and to the teachers facility
in responding to those questions in ways which promote understanding
and further inquiry.
Creating a climate in which students feel free to ask questions
depends a great deal upon the ways in which the instructor interacts
with students generally. However, of specific importance here is
the teacher's ability to convey a willingness to consider students;
questions and to communicate a positive attitude toward students who
ask them. The teacher who asks "Are there any questions?" but then
quickly move on to new material not only does not allow students
time to formulate their questions, but also gives the impression that
this is merely a formality. It takes time to construct a question,
and the best questions often take the longest to formulate. Thus,
the teacher should not interpret initial silence as an indication
that there are no questions.
The teacher must be able to respond to students' questions in
ways which promote understanding of the material, while maintaining
a climate which does not inhibit further inquiry. There are a
variety of responses that might be made to questions, and the teacher
should be able to vary these responses according to the nature of the
question and the needs of the students: a) repeating the question,
b) praising, c) answering, cl) probing, e) redirecting, f) postponing,
g) admitting lack of knowledge, and h) discouraging
inappropriate questions.
“ 7
0p. Cit., Erickson, p. 13.
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7. Student Participation
. Student participation refers to the
teacher's skills in promoting students' oral participation in class-
room activities and in guiding that participation in fruitful directions.
The contexts within which student participation may be desirable from:
class recitation, where students may be asked to answer questions posed
by the teacher; to teacher-centered discussions, where the teacher
assumes responsibility for directing students' exploration of ideas;
to student-centered discussions, in which the teacher's primary role
is to facilitate and monitor interactions among students.
Beyond informing students that their participation is desired,
there are certain teaching skills which serve to promote student
participation. Asking questions is one such skill. Effective use
of centering questions, probing questions, redirecting questions,
and processing questions can increase student participation. Moreover,
skill in asking questions at various cognitive levels enables the
teacher to guide a students' consideration and exploration of ideas
or issues. There are several response behaviors which are likely to
increase student contributions: a) simple acknowledgment, b) praise,
c) restatement, d) probing, e) redirecting, f) acting upon students
38
suggestions, and g) preventing discussion monopolies.
8. C losure . This refers to the teacher pulling together major
points in the lesson which act as a link between past and new knowledge.
Closure helps to provide students with the feeling of achievement.
38Op. Cit., p. 15.
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Closure is valuable at the end of the lesson and at the end of the
unit. It is also useful to specific points within the lesson so that
pupils may know where they are and where they are going. 39
9. Evaluation
. Teacher and student engage in a process of
appraising teaching strategies, learning opportunities and individual
student progress. Through sharing and participating in the total
learning process, the student uses the data gathered to guide his/her
progress toward intended goals. Moreover, evaluation of teacher by
students help to decide questions of content and method of teaching.
^
10. Expression . The teacher's skills in using verbal and non-
verbal techniques to maximize the meaning of the communication.
Sensitizing to the non-verbal domain begins with the realization that
the basic inner tension state is visible to students through actions.
The effect is to relax the face and body, physically move about,
approach students, point, gesture and give meaning to the enthusiasm
a teacher possesses. By systematically looking at non-verbal behavior
on practicing in a microteaching setting, teachers can improve their
range of non-verbal cues. Of the many facets of non-verbal behavior,
there are seven general categories that the teacher could develop
increased awareness: a) eye contact, b) facial motion, c) head motion,
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Teachers should remember, though, that most youngsters have short
attention spans; they often lose interest after a certain period of
time. Good teachers vary learning activities and their teaching be-
havior during a classroom session so that students receive new stimuli
that will keep them interested. The stimuli constructed by the teacher
compete, in a sense, with irrelevant stimuli that might distract the
students. Verbal communication occurs continually in the classroom.
Some categories that are used to maximize the communication are:
a) gestures, b) focusing, c) interaction styles, and d) movement.
A. Gestures: Hand, head, and body movement are important in
oral communications. Alone, the oral message does not convey meaning
as effectively as it does when combined with gestural cues.
B. Focusing: Focusing is control, through structured behavior,
of the direction of student’s attention. The teacher can focus by
using verbal statements, specific gestures, or a combination of both.
Verbal focusing can be accomplished by such statements as "look at
this diagram!" or "now here's something really important!"
C. Interaction Styles: A teacher can normally use three different
interaction styles during one presentation: a) teacher-group, the
teacher lectures or demonstrates to all students and asks questions of
the group at large; b) teacher-student, the teacher speaks directly to
one students or asks a question of one students; or c) student-student,
the teacher redirects a student's response to another student for
comment or clarification, or the teacher can ask one student to explain
something to another student - in either case, the teacher briefly
withdraws from the lesson.
27
D. Movement: Movement by the teacher requires visual and aural
sensory adjustments from the students; the student does not shift from
one primary receptor to another, rather he adjusts each behavior. Most
theories of attending behavior hold that a high number of sensory ad-
justments per unit of time helps keep attention level high. The
behavior required from the teacher is that of moving around to various
parts of the room. He/she should be seen sometimes on the left side
of the room, sometimes on the right, sometimes in front, and sometimes
in back. He/she should occasionally move among the students. 42
11* Level of Challenge
. The teacher’s ability to provide learning
tasks which are not too hard nor too easy, where completion and success
is possible but not certain. The teacher selects course objectives,
content and activities which challenge students' abilities but which
43
are not too difficult to master.
12. Methods and Materials
. The teacher's ability to use various
teaching methods effectively and to provide variation in cognitive
behaviors, classroom activities and instructional materials. 44 The
variety of learning teaching methods are numerous. The following list
is merely suggestive, not exhaustive: a) exposition (word and visual),
b) question, c) discussion, d) group process, e) experiments, f) sem-
inar, g) stimulation games, h) individualized instruction, i) role
playing, j) debate, k) tests/quizzes, 1) writing assignments, m)
$
projects, n) brainstorming, and o) tutoring.
42
0p. Cit., p. 25.
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. Enthusiasm/inspiration deals with
the teacher's abilities to conduct and direct learning activities in
a dynamic manner and to stimulate interest and excitement in course
content and activities. A distinction must be made here between a
teacher generating enthusiasm and being enthusiastic. One does not
have to be necessarily enthusiastic in order to generate enthusiasm.
A well-timed movie, outside speaker, simulation, or other forms of
stimulus variation (gestures, focusing, interaction styles, pauses,
movement) can serve to generate enthusiasm and to inspire students.
If students perceive the teacher to have strong convictions about
and a great interest in the subject matter, that teacher is often
thought to be dynamic and inspirational. Included here is not just
the way the teacher talks of his or her interest, but it includes his
or her whole personal demeanor.
55
19. Perspective . The teacher's ability to establish a frame of
reference for topics, concepts, ideas, etc., and to expand that form
of reference to include an increasingly wider variety of viewpoints,
implications, and relationships.
56 A student's understanding of the
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from several appropriate points of view. A single frame of reference
provides a structure through which the student can gain an understanding
of the materials. The use of several frames of reference deepens and
broadens the general field of understanding more completely than is
possible with only one.
CHAPTER III
PROCEDURE
In this chapter the design of the study, characteristics of the
sample, instruments and procedures for delivering the treatment and
collecting the data are presented.
Design of the Study
The four questions posed in Chapter I dealt with the effectiveness
of the adapted clinic model, or particular aspects thereof. Question
one raised the question of the effectiveness of the full ACM treatment
in improving the perceptions of students on specific teaching behaviors.
A second question was posed regarding the relative effectiveness of the
ACM treatment with that of partial treatment of the process. Clearly the
latter question requires there to be two treatment groups involved in the
study. The third and fourth questions deal with teacher reactions to
specific aspects of applying the adapted clinic model for teaching
improvement; including the correspondence of teacher self assessment with
teacher prediction of student responses. With the exception of question
three the criterion measure was the Elementary Teaching Analysis By Students
(ETABS). This instrument will be further described later in the Chapter.
Descriptions of the Sample
Inservice teachers were selected from two elementary schools (K-6)
in a K-12 public school district in suburban Philadelphia, Pennsylvania.
Each elementary school had approximately 450 pupils. Central admini-
strative staff and individual building principals agreed to participate
33
ACM Group FO Group
School 1
School 2
N = 5 N = 5
N = 5 N = 5
<p
Figure 1
Design of the Study
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as long as confidentiality was maintained. Ten teachers in each school
were randomly selected from a group of volunteers from two schools.
Half of the teachers in each school were assigned to the Adapted Clinic
Model Group, hereafter referred to as ACM and the Feedback Only Group,
hereafter referred to as FO. Thus in all, there were ten ACM teachers
and ten FO teachers (figure 1).
Treatments
In Chapter I the steps of the adapted process were described.
ACM teachers participated in all phases of the process whereas FO teachers
participated only in certain activities (Table 3.1). The five teachers
in each school served as the ACM group, received planning conferences,
intermittant and full scale observations with immediate feedback, bi-
monthly seminars, pre and post administrations of the Elementary TABS,
video taping and improvement strategies. The remaining five teachers
in each school served as the FO group, received planning conferences,
intermittant and full scale observations, post observations, video
taping, pre and post administrations of the Elementary TABS, feedback,
but no explicit intermittant feedback from students' perceptions until
the completion of the study.
Criteria to be met before the total group of teachers were selected
and assigned to treatment groups were:
A. / Willing to cooperately develop and implement strategies in
areas which the Elementary TABS indicate needed improvement.
B. Grade level considerations so that a proportional representation
exists between grades 3-6.
C. Retaining basic group class composition through December 31, 1974.
Table 3.1
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*ACM AND FO GROUPS' PARTICIPATION




Packet of Information Yes Yes
Planning Conference Yes Yes
Initial Seminar Yes No
Baseline Data Collection
"Student ETABS Yes Yes
Self-Assessment Form Yes Yes
Student Prediction Form Yes Yes
Video Tape Yes Yes
Feedback from ETABS Yes No
Feedback from Video Tape Yes No
Bi-Monthly Seminar Yes No
Intermittent Observation Yes Yes
Full Scale Observation Yes Yes
Individual Conferences Yes Yes
Criterion Collection
Students ETABS Yes Yes
Self-Assessment Form Yes Yes
Student Prediction Form Yes Yes
Teacher Response to Process
-
of Supervision Yes No
Teaching Strategies Form Yes No
*ACM - Adapted Clinic Model
FO - Feedback Only
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D. On data collection days, teachers were willing to fill
out the Self Assessment Form and Teacher Prediction of
Student Response Form for the first and second testing
occasion.
E. All data collection would take place in the areas of
reading or mathematics disciplines.
Some characteristics (Tables 3.2 and 3.3) (Appendices 9-10) of the
participating teachers include teaching experience ranging from one to
thirteen years in the ACM group and from one to nine years of experience
in the FO group. Four teachers in the ACM group and two teachers in the
FO group teach sixth grade, while three teachers in the ACM group and two
teachers in the FO group teach mathematics. One male in the ACM group
and five in the FO group teach mathematics. One male in the ACM group and
two males in the FO group participated in the study. This suggests the
elementary school environement
,
of these schools, still reflects more
female teachers at the present time as opposed to males.
ACM Seminars . The seminars for the ACM group began on September 13, 1974.
At this initial seminar the thrust was to establish rapport and build a
productive working relationship with teachers, outlining the sequential
stages of the process, and obtaining relevant information about each
teacher’s class, teaching methods and student evaluation procedures.
During the same month, September 27, the overview of specific teaching
skills and behaviors provided the focus for the assistance by the
investigator. Teachers were given a list and explanation of each skill.
/
In October an assessment of each teacher's teaching to identify the
specific skills upon which the teacher begins to focus during the
improvement strategy phase took place. A review of individual analysis
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of the data and reexamination of significant parts of the data, diagnosing
a teacher's strengths and relative weaknesses, and negotiation of skills
and behaviors provided the initial focus for improvement effects. In
the latter part of October teachers directed their attention to strength-
ening one or two skills at a time, thereby reducing the frustration
which often results from attempts to deal simultaneously with all the
complexities involved in teaching. Selections and implementation of
strategies which the investigator and each teacher were agreed upon and
evaluation of the results of the improvement strategies took place.
The evaluation process included assessment of the utility of the
improvement strategy. A variety of strategies (video tapes, observations,
and the Elementary TABS) were selected to accomplish the evaluation.
During the period between September, 1974, and to December, 1974,
classroom observations which typically followed the pattern of an
informal conference were followed by seminar sessions in which the
nature and format of feedback to be provided at the follow-up conference
were agreed upon. In December data was again collected and analyzed to
determine the teacher’s teaching improvement progress and to diagnose the
teacher's teaching strengths and weaknesses. Comparison of the final data
with the data collected earlier helped determine where improvement had
occurred and where improvement was still needed. In Appendix 7 is a
printout shewing post percentage gains of skills selected for improvement.
Included in Appendix 11 are Improvement Strategies developed for two
skills and behaviors that were perceived as being weak by students.
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Instruments
The instruments that were developed for use in the study included:
a) Elementary Teaching Analysis By Students (ETABS), b) Teacher Information
Form, c) Teacher Self-Assessment Form, d) Teacher Prediction of Student
Response Form, and e) ACM Group Response Form to Model of Supervision.
The principal criterion measure used in the present study was the
Elementary TABS designed for use by children in grades three to six.
This instrument measured students' perceptions of thirty-seven items
which measured nineteen teaching skills.
The intent of the thirty-seven questions on the "Elementary TABS"
was to provide a directional basis for gathering more informative data
when necessary around which specific strategies could be developed. The
nature of the questions was also helpful in keeping the Questionnaire to
a reasonable length, so that administration time was a total of thirty
minutes; twenty minutes of this actual time was required to respond to
questions on the first administration and approximately fifteen minutes
on the successive administration. The remaining time was required for
directions of testing materials which took an average of ten minutes on
initial testing and approximately five minutes on the successive admini-
stration. Students used a student number assigned to them to maintain
confidentiality.
Usability of the Elementary Teaching Analysis By Students was
tested in a field test with seven student teachers during January-May,
1974, and four classroom teachers during September-June , 1974. Over
two hundred elementary students from grades 3-6 participated in the
field work. Additionally, the appropriateness of this adaptation of
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-the Clinic to Improve University Teaching model to the elementary level
has been judged by several measurement and teaching improvement professionals
at the University of Massachusetts, Amherst/Pelham Regional School
Districts and the Pasadena Unified School District, California.
Copies of the Elementary Teaching Analysis By Students including
directions adapted for elementary children, and other instruments utilized
in the study can be found in Appendix 1-8 of the study.
A brief description of the remaining instruments are as follows:
a. Teacher Information Form: Background information including
grade (s) taught, objectives, subject area and where a
teacher would like to become more effective was obtained
for all teachers.
b. Teacher Self-Assessment Form: Teachers rated themselves
on each question prior to administration of the Questionnaire
to the students.
c. Teacher Prediction of Student Response Form: Teachers
predicted how many children would respond in categories
1) yes or 2) no for each question over two testing occasions.
d. Adapted Clinic Model Group Response Form to Model of
Supervision: Teachers were asked to describe the strengths
and/or weaknesses of the model; how it helped theit, if
any, become better teachers.
*
Teachers filled out the Teacher Self-Assessment Form and Teacher
Prediction of Student Response Form. Both forms were used to provide
information on each teacher's perceptions of how children might
respond to particular teaching behaviors, and to help assess a
teacher s
ovm feelings about his/her teaching skills. Questions from the
Teacher
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Self-Assessment Form and Teacher Prediction of Student Response Form
matched a teacher's response to actual student responses on each
teaching behavior.
Data Collection
Administration of the Elementary Teaching Analysis By Students
questionnaire was completed by the present investigator and one other
school principal. The testing packet contained copies of the question-
naire and answer sheet for each student, copies of the Teacher Self-
Assessment Form and Teacher Prediction of Student Response Form which was
filled out by the teachers for each class prior to return of the testing
packet. The testing process involving the preparation, administration,
collection, video taping and return of all testing materials was exactly
the same for both the ACM and FO Groups.
A. 9/9 - 9/18 Planning conferences for both groups, and an over-
view of teaching skills and behaviors took place.
B. 9/18 - 9/26 First administration. Elementary TABS was admini-
stered to the 20 teachers, 20 classes and a total of 300 students.
Classes in the district began on September 4; approximately two weeks
passed before actual testing so that teachers and students could get
acquainted with one another.
C. 11/25 - 11/29 Second administration. The Elementary TABS was
administered to 20 teachers and 20 classes for a total of 287 students
(only those who took the questionnaire the first time were permitted
to take it a second time).
CHAPTER IV
ANALYSIS AND REPORTING OF DATA
The study attempted to answer four research questions mentioned in
Chapter I. The first question: Will a teacher's participation for three
months in a program adapted from the Clinic process that includes elementary
student feedback on teaching behaviors result in increased positive
perceptions of those behaviors by students? The criterion measure for
answering this question was the Elementary Teaching Analysis By Students
Questionnaire. Question two: What are the relative merits of carrying out
the adapted Clinic model and partial treatment of the process? The ETA3S
was used as a criterion measure to help answer this question. Question
three: How do participating teachers and others in the school district
react to the use of the model as a means of improving teaching behaviors?
In order to answer question three information was gathered from the
ACM group ;s response to the model of supervision. The ACM group was
asked to identify relative strengths and weaknesses of the model, how
it helped each one, if any, become better teachers. Informal interviews
with participating teachers and school district administrators were
also conducted by the investigator. The last question: How do the data
from the teacher self-assessment and teacher prediction of student
responses correspond to the Elementary Teaching Analysis By Students:
The criteria measures used to answer this question were the teacher
self-assessment form and teacher prediction of student response form.
Both of these instruments were used to compare actual student responses
4 ?.
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from the ETABS with each teacher's own assessment of his or her teaching,
along with the comparison of student response on teaching behaviors and
the teacher's predictions of those responses by students.
Although 300 student responses were made in filling out the
Elementary Teaching Analysis By Students over two testing occasions, the
analysis of data is based only upon responses by those students who
were present on each of the two occasions. A total of 287 student
responses were utilized representing a loss of 4.8 percent from the
total number of responses over testing occasions. Reasons for this
loss were all due to absenteeism.
In relation to the first research question concerning the effects of
providing teachers with feedback about their teaching behaviors both the
ACM and FO group improved. Even though there was an increase in the
percentage of students whose perceptions changed positively, the percent-
age gain was greater for thelACM group. A 707o criterion was chosen to
measure the number of teaching behaviors which were perceived as weak by
students after the first testing occasion. Seventy percent was chosen
because it allowed for as many as three children to deviate from the
perceptions of the group. Since this criterion was used it helped to
show improvement gain, if any, for the small class size 14 to the
largest class size 19 (14 N <_ 19).
After the first testing occasion (Table 4.1) there was 1 teacher
in the FO group and none in the ACM groups who were deficient in 0-2
behaviors. Both groups, however, had five teachers who were deficient
in 3-5 behaviors, and four teachers in each group deficient in 6-8
teaching behaviors 0 The ACM group had one teacher deficient in 9-11


















































FO group. The baseline data suggests that the ACM group was slightly
more deficient in the number of teaching behaviors than the FO group.
The areas of needed improvement as perceived by the students did not
cluster around specific teaching skills; numerous teachers had areas of
greatly needed improvment in. many skills. Students' perceptions of the
two weakest skills for each of the teachers in the FO group changed
positively for all teachers after the second testing occasion. The
average percentage from the first testing occasion was 55. 117. (Table 4.2)
and increased to 77.05% after the second testing occasion representing an
increase of 21.947,,. The average percentage for the ACM group (Table 4.3)
on the two weakest skills as perceived by students for each teacher after
the first testing occasion was 54.027, and the percentage increased posi-
tively to 83.147, after the second testing occasion representing an increase
of 29.127, for the ACM group. There was approximately an 87, positive gain
made by the ACM group over the FO group.
The lowest percentage on the weakest behavior for any one teacher in
the FO group after the first testing occasion was 417, and the ACM group
it wa 3 387,. All teachers, however, in each group improved on the two
weakest skills. There was 1007, agreement by students for two teachers in
the ACM group after the second testing occasion. The greatest percentage




The percentage gains of each teacher's two improvement questions
that were perceived as being weakest over two testing occasions may be
found in the last column for the FO group (Table 4.2) and (Table 4.3)
for the ACM group.
Table 4.2 46
PERCENTAGE of pupils whose perceptions on teacher's performanceON TWO WEAKEST SKILLS WAS POSITIVE FOR INDIVIDUAL TEACHERS
IN THE FO GROUP OVER TWO TESTING OCCASIONS
Teacher
Administration One - Baseline
Improvement %, Positive
Questions Perception
Administration Two - Criterion
Improvement % Positive Percentage
Questions Perception Gain
02 5 46% 5 66% 20%
13 60% 13 80% 20%
04 3 66% 3 86% 20%
9 60% 9 86% 26%
06 15 41% 15 63% 22%
25 62% 25 82% 20%
08 2 46% 2 73% 27%
6 60% 6 86% 26%
10 20 57% 20 86% 28%
34 50% 34 78% 28%
12 30 50% 30 77% 27%
32 44% 32 74% 28%
14 1 66% 1 83% 17%
20 50% 20 66% 16%
16 12 55% 12 61% 6%
22 60% 22 82% 22%
18
'i
8 68% 8 75% 7%
12 50% 12 81% 31%
20 4 52% 4 78% 26%
13 68% 13 82% 14%
Average Percentage 55.11% Average Percentage 77.05% Average Percentage
Gain 21.14%
Table 4.3 47
PERCENTAGE OF PUPILS WHOSE PERCEPTIONS OF TEACHER'S PERFORMANCE
ON TWO WEAKEST SKILLS WAS POSITIVE FOR INDIVIDUAL TEACHERS
IN THE ACM GROUP OVER TWO TESTING OCCASIONS
Administration One - Baseline
Teacher Improvement 7. Positive
Questions Perception
Administration Two - Criterion
Improvement % Positive Percentage
Questions Perception Gain
01 5 457o 5 807, 35%
19 407o 19 807, 40%
03 7 407, 7 807, 40%
13 477o 13 727, 25%
05 13 677» 13 1007, 33%
15 667, 15 887. 22%
07 20 607o 20 927. 32%
23 677o 23 1007. 33%
09 8 637o 8 917. 287.
24 567o 24 857. 29%
11 2 387c 2 617. 33%
18 387o 18 677. 297.
13 16 587o 16 827. 247.
22 647, 22 827. 187.
15 4 577, 4 84% 28%
24 507, 24 857. 35%
17 8 607, 8 867. 267.
20 537, 20 867. 26%
19 6 537, 6 80% 277.
18 607, 18 93% 337.
Average Percentage 54.027. Average Percentage 83.147, Average Percentage
Gain 30.037o
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There was an increase on each target skill by all teachers with the
ACM group having a greater average percentage gain than the FO group.
The average percentage gain made by the FO group was 21.147. while that
of the ACM group was 30.037., a difference of almost nine percent. The
smallest percentage gain made by the FO group on any one behavior by any
teacher was $/0 while that of the ACM group was 187, and the largest
percentage gain made by the FO group was 317. while that of the ACM
group was 407,.
from the two selected questions where more improvement was
needed as perceived by students, a rating change exceeding 207, was
observed by each teacher in both groups (Table 4.4). The percentage
chosen was arbitrary but considering the sizes of the classes it was
signigicant to be meaningful. In the ACM group 44 behaviors exceeded a
positive 207, gain, and one behavior did not exceed a 207. change. Of the
questions selected for improvement, 19 made a rating change over 207,.
Thirty-one behaviors in the FO group exceeded a positive 207. change and
no behaviors changed negatively. Only 15 questions selected for improve-
ment exceeded a 207, change. The ACM group showed 11 more behaviors
changing positively than the FO group.
After the second testing occasion the number of teachers falling
below the 707, criterion for teaching behaviors that were deficienc
(Table 4.5) changed significantly from the first testing occasion. Six
teachers 'in the ACM group and seven in the FO group were still deficient
in 0-2 behaviors. Both groups had 3 teachers deficient in 3-5 behaviors
and the ACM group had no one deficient in 6-8 behaviors; while that of
the FO group had no one deficient in this many behaviors. It is inter-
esting to note that the teacher deficient in 6-8 behaviors was perceived
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NUMBER OF BEHAVIORS FOR WHICH A RATING CHANGE EXCEEDING 207.WAS
OVSERVED FOR EACH TEACHER
ACM Group Subject/ Number of Behaviors Number of Behaviors












9 Reading/ 4 (2) 0




15 Reading/3 4 (2) 0




Total (44) (19) (1)
FO Group




6 Math /3 o (2) 0
8 Math / 3 (2) 0
10 Math /5 5 (2) 0
12 Reading/3 3 (2) 0




18 Reading/4 1 (1) 0
20 Math /5 3 (2) 0
Total (31) (15) (0)
Number in (
large change
) refers to the
was observed.



















































as the weakest by students out of all the participants in the study.
The first question that was being tested in the study was validated:
Will a teacher s participation for three months in a program adapted
from the Clinic process that includes elementary student feedback on
teaching behaviors result in increased positive perceptions of those
teaching behaviors by students? The percentage gains for the ACM group
indicates an established direction of continued growth. Since the
increase on selected improvement questions was large (Table 4.3) and
continued to increase over two testing occasions, one would be interested
in the effects that could be anticipated in relation to percentage
increases on additional questions that would be selected for improvement
efforts
.
The second question being tested was: What are the relative merits
of carrying out the adapted clinic model and partial treatment of the
process? It is clear that the ACM teachers who received greater treat-
ment improved more. However, the FO group (Table 4.2) established a
direction of improvement. This should provide some important alternatives
for preservice or inservice education discussed in Chapter IV.
The third question posed was: How do participating teachers and
others in the school district react to the use of the model as a means
of improving teaching behaviors? The ACM group filled ou the Teacher
Response Form to the Model of Supervision, while FO teachers commented
informally with the investigator about the process. School district
administrators spent some time observing the process of supervision
and also commented about its merits,
A synthesis of all feedback gathered from teachers in each
treatment group and by administrators indicates positive reception of
the adapted model.
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Nine ACM teachers commented favorably about the content of the
seminars. In both treatment groups, 14 teachers mentioned the strengths
associated with improvement strategies tied to curriculum methodology,
17 teachers enjoyed the investigator's process of providing feedback.
Nineteen teachers mentioned that they learned for the first time what a
teaching skill was the behavior (s) associated with each. Eight teachers
felt they grew professionally from their participation in the process,
and quite interestingly, twelve said that they got to know their students
a lot better after the first testing occasion. Eight teachers recommended
that district administrators go through the process and learn how to
assess teaching behavior (s) for teaching improvement. Four teachers
said they learned more from the video tape.
Some of the information gathered focused on the relative weaknesses
of the model as perceived by teachers. Thirteen teachers mentioned that
there were too many skills a teacher would have to work on and that the
list was too exhaustive. Five teachers mentioned that there were also
too many items for children to respond to, and two participants thought
the language on the ETABS was too difficult for some of their third
graders. Seven teachers thought the teacher predictions of student
responses was a difficult task to undertake and questioned its validity.
With regards to the teacher self-assessment, 9 teachers commented that
they were surprised at the difference between their self-assessment and
student perceptions of their teaching behavior. Five teachers mentioned
some anxiety about being video taped, 5 teachers felt the time between
the first and second administration of the ETABS was too long.
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Two school district administrators asked the investigator to help
three secondary teachers improve their teaching behaviors. One admini-
strator asked for a workshop on teaching skills and behaviors and wanted
to know the process for training administrators to learn how to work
with the adapted model. Four elementary principals asked for a
description of the skills and behaviors.
The fourth question under investigation was: How do data from the
teacher self-assessment and student predictions correspond to the ETABS?
The data gathered indicates low correspondence. It was found that
teachers predicted more positively (Table 4.6 and Table 4.7) than the
students' perceptions on the ETABS initially. This is not surprising
in view of the statistical artifact known as regression toward the mean.
Since the teaching behaviors were selected on the basis of the two
weakest from the ETABS, one would not, in general, expect these scores
to be the lowest on any other measurement, even on a repeat administration
of the ETABS. Feedback on initial results apparently leads to congruence.
Because of regression toward the X, the lowest quarter of data of skills
according to teacher predictions of students' responses was scrutinized
to be more of how many skills selected for improvement fell in that range.
Nineteen of the 40 behaviors worked on were identified also by the
teacher as being in the lowest quarter of all teaching behaviors. j.n
contrast, only 14 behaviors were identified as needing improvement on
the teacher self-assessment form. For only 9 behaviors did the teachers
both say "no" and predict that these behaviors would be in the lowest
quarter. Further analysis of the relative position of the behaviors





























































CO O CO 30H O H
6-SO r—
H





















































































a^ S'? B? S'? B?
*




















•- o — o
B'' S'?O CM
00 B










B'? 8^ S'? B-? B? B? B? B?
.14%











B? B? B? S'?
uo O O b-
<t Ml- <} <}
S'? B? B? S'?b o o b
30 30 30 30













uo on b- co eo uo o co oo <t
1—3 <—I <—3 T—t CM cm eg
cm oo 30 CM 00 O 3000






























































4-1 4J S'? s?












w CO ID S'? B? s-?





O Oh 4-1 s? s-? s?
•H CO CO CO o r-













ID s? S'? S'?
O 54 r"- 1''- CO









































* S'? S'?II CO OII 00 O
* *
S'? B? S'? S'?
I"' O O i—
l









S'? S'? S'? S'? S'? S'?





















S'? s-? S'? s? S'? S'? •
00 rH m CM 00 <t 00










4-4 S'? S'? S? S'? B? S'? s-? S'? s? B? S'? B? s? s? S? s-? S'?
CO vO O vO vO CO CM CO vO vO 00 f'' -4- CO vO I-l CM u~> rH
O
Oh







Vj vO O vOOi-ICMvOOI^O
g'S CL( -4" VO vovo st vo -4" vO UOUO




o vO O LO o co o CM OO in,













CO O' UO uo
r-C CM






CM CM OO O Ml- CO
i—i CM CM i-l
56
teacher rated himself or herself reveals that typically one of the
weakest behaviors was in the lowest quarter of all behaviors.
In summary of the analysis of the data, the four research questions




One of the common problems of supervision in the past has been the
failure of supervisors to identify specific teaching behaviors and to
influence these behaviors for more effective teaching.
One possible solution to this problem has been the development of
the Clinic to Improve University Teaching. The Clinic assists teachers
to improve their teaching behaviors and skills through a variety of
activities. These include student feedback, classroom observations,
teacher self-assessments, teacher predictions of student responses,
video tape of classroom teaching performances, the development of
improvement strategies and evaluation of the process by participanting
teachers and personnel acting in a supervisory capacity. The Clinic
process showed promise for adaptation to the elementary school level.
In the study a supervisory process for elementary school teachers
was adapted from the Clinic model. Using the adapted Clinic model,
supervision was focused on improving teaching skills and behaviors of
elementary school teachers. The use of student feedback (ETABS) of
teaching behaviors became a viable source for helping both the supervisor
and teacher diagnose teaching performances. Coupled with other integral
parts of -the adapted Clinic model, the elementary school model became a
useful process in leading to more definitive and operational methods
for improving teaching skills and behaviors.
Four questions were posed to evaluate the adapted model: a) Will a
teacher's participation for three months in a program adapted from the
57
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Clinic process that included elementary student feedback on specific
teaching behaviors result in increased positive perceptions of those
teaching behaviors by students? b) What are the relative merits of
carrying out the adapted Clinic model and partial treatment of the
process? c) How do participating teachers and others in the school
district react to the use of the model as a means of improving teaching
behaviors? and d) How do the data from the teacher self-assessment and
student predictions correspond to the elementary teaching analysis by
students?
The findings with regard to the first question clearly showed that
participation in the adapted model showed an established pattern of
growth and skills based upon increased positive perceptions by students.
In attempting to answer the second question, even though the full
treatment led to greater percentage gains, percentage gains of the FO
group also increased greatly between the first and second administration.
Both groups expressed a strong interest in improving their teaching
behaviors. As a result of the study both groups did improve their teaching
behaviors based on students' perceptions of those behaviors. The investi-
gator found that full treatment with the ACM group helped them to improve
greatly between the first and second testing occasions. However the FO
group, who initially received a list of the nineteen teaching skills and
their descriptions, a copy of the Elementary [Teaching Analysis By Students
Questionnaire and feedback from the investigator, proved almost as greatly
as the ACM group on two skills selected for improvement.
The FO group did not receive as much supervising time as the ACM
group. However, the interaction between the supervisor and teachers in
both groups, at the planning conferences, were' almost identical. Limited
information about students' perceptions for the FO teachers seemec to
be
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a determining factor which prevented the occurrence of improvement at the
same level as the ACM group. The investigator's experience with the
use of video tape feedback sequences with the ACM group promoted
considerations of teaching behaviors in addition to the two behaviors
selected for 3-mprovement. Although a statistical comparison of differences
in teaching behaviors was not performed, most of the ACM group demonstrated
some observable differences in behavior.
investigator feels that information provided for both groups
about teaching skills and behaviors, having the questionnaire "in hand"
and placing both ACM and FO groups in the same schools influenced
significantly the improvement gains made for both groups. Data gathered
to answer the first two questions have important implications for
alternatives in planning preservice and inservice programs for teachers.
These alternatives are discussed later in the chapter.
A synthesis of information obtained from teacher participants and
administrators in the district helped to answer the third question and
clearly validates the merits of the supervisory model. The study dealt
with a group of professionals who volunteered to participate based on
an interest in becoming more aware of student perceptions about their
teaching effectiveness and a degree of motivation to improve their
teaching. The investigator felt most of the teachers in the study were
motivated, to improve their teaching. This feeling was btised on follow
through 'of teaching strategies, regular attendance by the ACM group at the
seminars, their participation during the seminars, and the amount of
interaction in the group.
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The informal information gathered from the teachers was helpful for
the supervisor and was meant to strengthen the model. An overwhelming
positive response to the model was the improvement strategies focus on
curricular areas. Teachers for the most part understood the method for
implementing i_he strategy which resulted in greater positive perceptions
by their students.
Some teachers felt that they would be evaluated by their administrators
more fairly because they participated in the study. Other teachers in the
buildings, who did not participate in the study, were anxious to know
more about the process of supervision from information provided to them
by participants.
In addition to analyzing the behaviors improved upon through the
model, it was possible to observe some affective qualities demonstrated
by teachers. Even though an effective category was not specifically
included as a teaching skill, many of the skills included affective
componenets of teaching behaviors. While the significance of these
affective skills were not measured in this study, it is, nevertheless,
important to mention that teachers seemed to demonstrate more warmth,
became more receptive to the individual needs of students and, showed
more patience toward students as a result of their involvement in this
model of supervision.
It was interesting to note the responses of school district admini-
strators', when they were informed about the teaching improvement process.
Some mentioned that they wanted to improve their own skills so that
evaluation of teachers would be more objective. They felt that since the
model included activities to assess teaching behaviors, it might be
useful for improving teaching performances. A word of caution must be
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mentioned that while some administrators might view the model in terms of
its adaptation for evaluation purposed, the investigator has not adapted
the model to be used for this purpose. Teacher improvement, not evaluation,
has been the focus of the model of supervision.
The analysis of the data to answer the last question convincingly
validated that there was low correspondence between the teacher self-
assessment, the teacher prediction of student responses and the Elementary
Teaching Analysis By Students. In almost all instances teachers
initially predicted that their students would indicate that they were
positively demonstrating the behavior(s) in question. The investigator
feels that the teachers initially had a good feeling about their
teaching before the process began.
The teacher self-assessment on the skills selected for improvement
did not correspond to the students’ perceptions of the behaviors.
Furthermore the teacher's predictions of students' responses did not
correspond to the teacher's self-assessment.
It was difficult for many teachers to understand the necessity of
predicting numbers of students who would rate them for each category.
Initially the process became a game of numbers. After received feedback
from the ETABS and the supervisor, teachers predicted student responses
with more accuracy. Moreover, students' perceptions of the behaviors
selected for improvement matched more closely with the teacher's predic-
tions at'the time of the second administration of the ETABS.
The process of having teachers predict student responses helps the
teacher identify areas for improvement which perhaps he or she would not
otherwise identify. Based on the findings in the study, both teachers and
students often perceive performance of teaching behaviors differently.
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The teacher self-assessment was for the most part a situation of
whether the teacher thought he or she demonstrated the behavior positively
negatively
. In most instances the teacher perceived themselves
positively. Only one teacher initially ranked himself negatively for
half of the behaviors. The two behaviors selected for improvement
for each teacher was based on students' perceptions of those behaviors.
There was a small incidence of teachers in the study whose self-assessment
agreed with the students' perceptions.
The data collected to answer the four questions posed leads to
consideration of alternatives for the model of supervision. Looking at
the multi-data sources used to collect information about teaching
behaviors; the investigator felt that all were useful to the model, but
that alternatives should he considered.
The Elementary Teaching Analysis By Students was positively received
by both students and teachers. The instrument was extremely useful as
the principal criterion measure to assess teaching behaviors. The nine-
teen teaching skills could be streamlined in order to include behaviors,
from each category. The skills themselves overlap with one another.
As a result, improvement on one or two skills can lead to improvement of
other skills. A smaller list of skills, including fewer teaching be-
haviors would be more efficient for both students and teachers.
Although students rated teachers on teaching behaviors, they were
not given a definition of the skills. It might be worthwhile to explore
the possibility of going over the definitions of teaching skills and
behaviors before the students rate teachers. This process might prevent
some misinterpretations of the behaviors in question.
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The teacher prediction of student responses could be designed to
include the kind of rating students give teachers. Dropping the
’’numbers" of students on the predictions and replacing them with a
positive or negative categories might provide for more receptivity on
the part of teachers. The teacher self-assessment and the teacher
prediction of student responses ought to be made available and/or
optional for the teacher. Certainly each is useful in its own way.
Perhaps one, not both, ought to be used in the model.
With regard to the two behaviors selected for improvement, the
weakest behaviors were usually identified based on students' perceptions
of those behaviors. It is suggested that after the first administration
of the ETABS that all behaviors in the lowest quarter be scrutinized by
the teacher and supervisor. Selection of two or more from approximately
nine in the lowest quarter could provide for more improvement on other skills.
It was surprising to the investigator that the FO group improved
and showed an established pattern of growth. It seems from the findings
of the study that supervisors do not necessarily have to spend a great
deal of time with an inservice teacher to help them improve their teaching.
Inservice training ought to begin with supervision where methods
of collecting data can be useful in assessing effective teaching. The
adapted model can aid supervisors in this task, but without tne time
involved by the supervisor helping teachers change their behaviors.
In -the schools, an overview of the adapted model might be enough
to effect change in teaching behaviors. Teachers need to be trained to
acquire a better understanding of appropriate teaching skills to become
more effective teachers. Providing teachers with information that
makes
sense to them for altering their present teaching behaviors is a
critical
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initial step in modifying those behaviors. Administrators might release
beginning teachers for short periods of time to observe an experienced
teacher who demonstrates a particular skill well. The experienced
teacher might be informed before hand what behavior to demonstrate and
how to perform it, and the new teacher be told what to look for.
The supervisory sequence could be between teachers in the same
building, whereby segments of good teaching behavior on video tape could
be reviewed by teachers. For example, a teacher might decide to improve
his or her closure skill. He or she could view a tape featuring someone
demonstrating how to wrap up a segment of a lesson, and incorporate
these skills in his or her teaching. Having another teacher video
tape the teacher could provide some useful data in terms of contrasting
his or her performance. The fact that colleagues are sitting down
together and discussing methods for teaching improvement is of definite
va lue
.
If teachers were trained initially how to "localize" strengths and
weaknesses as students perceive them, instead of having supervisors do
this process initially, the adapted model could develop into a self
improvement model of supervision. Administration of the instrument in a
teacher's class and all other componenets of the model except video tape
could be handled by teachers.
Improvement strategies that have proven successful for dealing with
perceived weaknesses ought to be packaged and made available to teachers
as a supplement to the instructional strategies generated from a




Administrators and supervisors could also be trained to use the adapted
model so that the criteria of both the teacher and supervisor would be
the same. Administrators would then be looking for improvement of
teaching based data generated from the teacher’s self improvement model.
Providing feedback to the teacher by the administrator should
probably be one of helping the teacher to clarify and understand his or
her teaching behaviors. Supervisors will want to use the initial pre
and post conferences for presenting objective data to the teacher.
Teachers should learn to evaluate with the supervisor at the conference
his or her own teaching style with the help of the supervisor and all
other gathering methods. Individuals who use parts of or all of the
components of the model of supervision should attempt to communicate
that the model focuses in on a teacher's own teaching behavior. It does
not answer all of the problems in the teaching learning process. It is
useful to the extent that a teacher is willing to explore and analyze his
or her own teaching.
Even though the adapted model was used with inservice teachers,
supervisors working with preservice or prospective teachers in teacher
education programs might find the model useful. Certainly the model has
to be tailored to preservice education. Supervisors in teacher education
training programs could utilize the components and activities of the
process in training prospective teachers to develop a repertoire of
useful teaching skills.
The investigator feels that more involvement by supervisors with
preservice teachers is needed than that of inservice teachers. Training
seminars ought to be developed to describe the supervisory process for
teacher improvement.
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Supervisors ought to work with prospective teachers and cooperating
teachers in approaching practice teaching with common expectations about
the responsibilities of the cooperating teacher which would suggest
criteria for selecting cooperating teachers for determining whatever
additional training assistance would be necessary.
Teacher education supervisors would train cooperating teachers in
the adapted model and assist them in utilizing the improvement process,
procedures, and strategies. Cooperating teachers would have more
objective, more systematic, and more complete data to support their
assessment of the prospective teacher's performance progress.
The adapted model represents a systematic procedure for supervising
elementary teachers. Hopefully subsequent work with this model; adapted
from the Clinic to Improve University Teaching, will lead to modification
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Teacher Directions for Administering the
Elementary Teaching Analysis By Students
!• At the beginning of the class please say to all students: "I
would like to ask your opinion about certain things that
teachers do or do not do in the classroom."
II. Pass out the Questionnaire to each student and read the directions
to them as they read silently.
A. "Read the directions on the cover sheet handed to you.
Read them silently, while I read them aloud."
"Let's look at the sample statement. You are to de-
cide whether a teacher does this well or does not do
this well. If you feel that the teacher does this
well, shade in column 1. If you feel that the teacher
does not do this well, shade in column 2. Your answers
should be heavy and dark and should fill the answer
space completely. If you want to change an answer be
sure to erase your first mark."
III. Hand out #2 pencils and answer sheets.
IV. Say to the students: "Hold your answer sheet so that the section
which asks for a student number is in the lower right hand corner
of your sheet." It is suggested that the teacher assign student
numbers
.
A. "Please write down the number somewhere in your note-
book., wallet, or anywhere else that you will remember.
It will be very important that you remember it when
you are asked to fill out this Questionnare again.
Remember, you will be the only person who knows the
number."
B. "In case you should loose or forget this number,
please write your name and the number of a small
piece of paper and place it in this envelope which
is marked, Special Student Numbers."
1. Ask for a student to collect the numbers
and place them in an envelope.
2. Tell the students that after the Questionnaire
is given again, the envelope will be destroyed.
C. "Now turn your answer sheet so that this student number
section is in the upper right hand corner of the sheet.
The answer spaces beginning with number 1 should be
facing you."
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1. "Notice that after each five (5) answer
spaces a new column of answers begins.
You will be using the answer spaces 1
and 2 only."
2. "Although there are many answer blanks,
we will only be using the first 37 of
them."
V. "Take a few minutes to read over the 37 statements and see
if there are amny words or questions you do not understand."
A. "If you have any questions you should ask them now
because, once we begin, I will not be able to answer
any of your questions.
VI. "You will have as much time as you need to finish. Take
your time to read and answer every question carefully."
VII. "If you have no further questions, you may begin."
VIII. When everyone is finished:
A. Collect all answer sheets and Questionnaire and place
them somewhere safely in your classroom.
B. Collect all #2 pencils.
C. Thank the students.
D. Please do not forget to include the Self-Assessment
Form and Prediction of Student Response Form for the
class.
E. Remember, only those students who have taken the
Questionnaire today may take it the second time.
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Appendix 3
Elementary Teaching Analysis By Students
(ETABS 3-6)
A copy of the Elementary Teaching Analysis By Students can be
found on the next five pages. The teaching skill is labeled and
the behavior (s) identified for each. The nineteen teaching skills
were not listed on the copies of the Questionnaire that students
received.
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This questionnaire has short descriptions of some things thac
teachers often do, or try to do, as they teach classes. Read each
description carefully and decide whether you believe that your
teacher does that thing well or if your teacher needs improvement.
For each description, mark one of the following choices on
your answer sheet:
1. Yes (the teacher does this well).
2. No (the teacher does not do this well).
Thoughtful and honest answers will be of most use to your teacher.
Thank you for your cooperation.
Sample: 1. The teacher answers my questions clearly.




Teaching Skills and Behaviors: E'l eme nt ary Teaching Analysis By Stud cuts




. ESTABLISHING A LEARNING SET
ETABS
1. The teacher explains what we should learn during a subject
.
2. The teacher explains what we should be learning during each
les son.
3. The teacher gets me interested at the beginning of each
lesson .
4. The teacher explains clearly any work that we are to do.
I I . LOGICAL ORGANIZATION
ETABS
5. The teacher explains how each lesson is important.
6. The teacher explains how different ideas fit together.




8. The teacher goes over things at a speed that is not too fast
or too slow for me.
IV. ELABORATION
ETABS
9. The teacher explains difficult things clearly.
V. EXPRESSION
ETABS
10. The teacher is a good speaker.
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11. I can understand the questions that the teacher asks.
12. The teacher asks questions that really make me think.
VII. RESPONDING TO QUESTIONS
ETABS
13. The teacher answers my questions clearly.
VIII. STUDENT PARTICIPATION
ETA3S
14. Our class discussions are interesting.
15. The teacher is able to get us to discuss things in class.
16. The teacher gets us to talk about the subject with one
another during class discussions.
IX. CLOSURE
ETABS
17. The teacher does not go on to something new until we under-
stand the last lesson.
18. The teacher goes over what we did at the end of the lesson.
X. EVALUATION
ETABS
19. The teacher explains clearly how we will be graded.
20. The teacher is a fair grader.
2.1. / The teacher often tells us how we are doing.
Appendix 3 (continued) 75
Remember
,
the possible choices are: 1. yes
2. no
X!
. LEVEL OF CHALLENGE
ETABS
22, The teacher does things in class which get me to think.
23» The teacher does not use or do things in class which are
too difficult.
XII. METHODS AND MATERIALS
ETABS
24. The teacher has us do many different things in class.
25. The teacher can teach well several different ways.
XIII. CREATIVITY
ETABS
26. The teacher is good at thinking up new ways to do things.
XIV. MANAGEMENT
ETA3S
27. The teacher tells us ahead of time when we are going to
have tests or projects and grades them quickly.
XV. FLEXIB 1LI.TY/ INDIVIDUALIZATION
ETABS
28. Sometimes the teacher lets students do things in different way
29. The teacher does not let class stay boring.




31. The teacher knows how to get along with people.
32. The teacher respects me and helps me feel good about myself.
Appendix 3 (continued)
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33. I really like learning things when I am in this class.
XVIII. ENTHUSIASM/ INSPIRATION
ETABS
34. The teacher makes the subject interesting and exciting.
XIX. PERCEPTION
ETABS
35. The teacher helps us to see how one subject is connected to
other subjects.
36. The teacher is happy to listen to students who disagree
with what is said in class.
37. The teacher gets students to discuss with one another





Please circle the response which reflects your judgment about your own





















































































































Teacher's Predictions of Students' Responses
on Elementary Teaching Analysis By Students (ETABS)
Teacher ' s Name_ Date
Numbsr of students completing ETABS (please count )
As you read each of the first 37 ETABS items, carefully estimate how
many of your students will respond in each of the categories. Then
write in the number of predicted responses in the appropriate column
for each item. Note the first column is for response 1 (yes) and the
second column for response 2 (no).
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Appendix 8
ACM GROUP RESPONSE FORM TO MODEL OF SUPERVISION
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In what ways, if any, did the model of supervision help you to
become a better teacher.
Please list any recommendations that you would offer if the study
were to be replicated.
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I. Please specify strengths and/or weaknesses of the model of super-
vision.
A. Strengths
"Supervisory aspects are strengthened through the
seminars."
"Bob helped me to develop good teaching strategies."
"I learned to understand my kids better."
"Rapport with the ether teachers."
"Good teaching strategies especially with reading."
"A valuable method of collecting information about
my teaching."
"I hope my principal learns from this model."
"Systematic feedback was excellent."
"I changed my behavior in the classroom."
"Your presence when I needed help."
"The investigator's knowledge and background in
elementary education."
B. Weaknesses
"Too many skills to work on."
"Some of the words for my third graders were
difficult to understand."
"Too rushed."
"Too many statements for young children to respond to."
"The entire building should have been involved"...
"I felt like a guinea pig fl
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"Testing was started too early."
"Teacher predictions was a waste of time."
II. In what ways if any did the model of supervision help you to
become a better teacher.
"I learned to listen better to what kids are saying."
'The video tape helped me to see me as I really am."
"I always thought I was doing a good job, this process
opened ray eyes for the first time."
"I learned to deal with the reading curriculum in a
better way which meets more needs of children."
"I never knew what skills were about until you came
along."
"I think I've grown professionally."
"I learned to individualize instruction."
"I made some friends through the seminars."
III. Please list any recommendations that you would offer if this study
were to be replicated.
"Lengthen the time of the study."
"Have the total district involved."




"No student prediction form."
"Train administrators in the model."
"Involve more teachers in the study."
"Share more ideas in the seminars like, strategies
for reading and math."
Appendix 9
85
Information (Teacher Number and Group, Sex, Grade, Subject Taught,
Total Years of Teaching Experience) is listed below.
Table 3.2
ACM GROUP
Teacher Total Years of
Number Grade/ Subject Experience Sex
01 6/Reading 10 F
03 3/Reading 4 F
05 3/Reading 13 F
07 5/Mach 7 F
09 5/Reading 1 M
11 6/Math 4 F
13 4/Reading 3 F
15 3/Reading 2 F
17 6/Math 6 F
19 6/Math 4 F
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Information (Teacher Number and Group, Sex, Grade, Subject Taught,







02 4/Math 2 M
04 5/ Reading 5 F
06 3/Math 4 F
08 6/Math 9 F
10 5/Math 5 F
12 3/Reading 3 F
14 4/Reading 2 F
16 6/ Reading 1 M
18 4/Reading 2 F
20 5/Math 7 F
Appendix 11
IMPROVEMENT STRATEGIES DEVELOPED BY EACH TEACHER
AND THE SUPERVISOR - THE ACM GROUP
The following pages present the efforts of the ACM Group on
developing strategies in an attempt to improve upon the student
perceived areas of weaknesses as measured by the ETABS selected
for improvement along with the behavior (s) needing the most
improvement.
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TEACHER 01 - TEACHING SKILLS AND BEHAVIORS
!• Skill #2 - Logical Organization
Behavior 5 - The teacher explains how each lesson is important.
Strategies :
A. Greater emphasis was placed on offering legitimate reasons
for studying particular reading units, their relationship
to the student's own life experience.
B. An overview of the necessity of mastering reading skills
and their importance to other related areas were examined.
C. Individual conferences with students to assess their
understanding of involvement in the lessen or units.
II. Skill #10 - Evaluation
Behavior 19 - The teacher explains clearly how we will be graded.
Strategies ;
A. At the beginning of a new unit the grading guidelines for
the class were discussed.
B. Emphasis was placed or earning points (something new)*
points earned for letter grades.
C. Children were given options as to how they could persue
an earned grade - re*, book reports, quizzes, tests,
enrichment activities, et.
D. Feedback by the teacher to student on daily written work
was provided.
E. Before reports were made out the teacher held a conferenc
to go over the grades earned by the student.
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TEACHER 03 - TEACHING SKILLS AND BEHAVIORS
!• Skill #2 - Logical Organization
Behavior 7 - The teacher helps me to understand which ideas that
we talk about are important.
Strategies :
A. Restatements were made by the teacher during the lesson
and again at the end of the lesson about important points
for the youngsters to remember.
B. Solicitation by students to summarize what they felt was
important to remember at the end of the lesson.
C. Students devised their own tests which included key areas
of importance that were conveyed by the teacher.
II. Skill #7 - Responding to Questions
Behavior 13 - The teacher answers my questions clearly.
Strategies :
A. Greater emphasis was placed on elaboration as opposed to
answering "yes" or "no". These behaviors were picked up
on the video tape whereby the teacher did not fully re-
solve the question asked by the student.
B. More time was placed on answering questions in detail
(appropriate to the question asked).
C. Less "padding" of a teacher response if the teacher did
not know the answer.
D. Repetition of the teacher response (in the lesson) directed
toward restatement of the initial answered question
provided reinforcement to the students.
E. Solicitation from other student to help answer the question
from students' point of view.
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TEACHER 05 - TEACHING SKILLS AND BEHAVIORS
I. Skill #7 - Responding to Que s tions
Behavior 13 - The teacher answers my questions clearly.
Strategies :
A. Encouragement by the teacher to have 3rd graders ask
questions if they did not understand something. Less
assumption by the teacher that non-verbal response to
an answered question meant that the student fully under-
stood.
Bo Time was provided during the reading period for indivi-
dual conferences with the teacher. Children signed
their name on the board and the teacher met with them
individually.
C. Less criticism of youngsters who did not answer questions
or those that asked unrelated questions in reading. A
greater awareness was placed on individual needs.
II. Skill #8 - Student. Participation




A. Time was set aside tc give students a chance to work in
small groups on spelling, creative writing and book
reports.
B. Learning stations were incorporated in the reading pro-
gram whereby students not normally working together were
placed in working groups to share ideas, work on language
games or prepare a tape recording.
C. The teacher revamped the three group reading program and
provided more opportunities for independent activity and
- small group work twice a week.
D. Students were asked their opinions about a learning oppor-
tunity before it was incorporated into the reading program.
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TEACHER 07 - TEACHING SKILLS AND BEHAVIORS
I. Skill #10 - Evaluation
Behavior 20 - The teacher is a fair grader.
Strategies :
A. The math teacher structured the evaluation on straight
percentages for a final grade. Emphasis was placed on
individual study contract and children working at their
own instructional level rather than group expectations.
B. Children had choices determining the letter grade they
wished to work for on a required assignment.
C. Children could earn a grade for learning opportunities
that they were interested in, in addition to the required
content of the subject.
D. The teacher responded to individual needs and helped
student improve their performance by providing encour-
agement and individual student activities.
II. Skill #11 - Level of Challenge
Behavior 23 - The teacher does not use or do things in class which
are too difficult for me.
Strategies :
A. Teacher defined standards were made flexible whereby each
student had the opportunity to succeed in a learning task.
B. Work was geared to a student instructional level and interest
where chances of failure were lessened.
C. Time was spent with low achievers to develop a project that
they could share with the rest of the class.
Appendix 11 (continued) 93
TEACHER 09 - TEACHING SKILLS AND BEHAVIORS
I. Skill #3 - Pacing
Behavior 8 - The teacher goes over things at a speed that is not
too fast or slow for me.
Strategies :
A. Covering the content in reading was often time rushed
over in both small and large group instruction. The
teacher learned to tailor the objective of the lesson
to include more specifically on major skills rather
than several generalities on a variety of skills.
B. Emphasis was placed on a ninety minute time frame for
reading. More time was given to low achievers on
certain days of the week and a greater use of independent
activities were incorporated in the reading program of
high achievers.
C. Pausing throughout the lesson to solicit response from
youngsters and to clarify concerns was emphasized.
D. Attention was paid to attending behavior and to student's
verbal responses when taking dictation for spelling.
II. Skill #2 - Methods and Materials
Behavior 24 - The teacher has us do many different things in clas
Strategies :
A. Use of other environments other than the classroom such
as nature walks, field trips, and resource people would
help to vary the mode of reading instruction.
B. Large group, small group, and individualization was
increased to offer the opportunity for more variety.
C. . Teacher at end of the period self-evaluation asking,
"What have I done differently today in my method of
'* teaching?"
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TEACHER 11 - TEACHING SKILLS AND BEHAVIORS
I. Skill #1 - Establishing A Learning Set
Behavior 2 - The teacher explains what we should be learning
during each lesson.
Strategies :
A. Any new concept, or method of mathematical operation x<7as
explained for its importance to the student and what
they should remember as being important.
B. The teacher moved from having students follow Dage by
page in the book at the beginning of the lesson to a
three - five minute general overview of the lesson for
the day.
C. Students were asked why they felt the math lesson would
be important to them.
D. An attempt was made to role play situations at the be-
ginning of the lesson which would lead into the teaching
of a mathematic concept.
E. Use of multi-media equipment, film strips, filsm often
were used to start a lesson.
II. Skill #9 - Closure
Behavior 18 - The teacher goes over what we did at the end of the
lesson.
Strategies :
A. The teacher made a point to stop five minutes before the
end of the period to give an overview of the lesson.
B. Students were encouraged to summarize verbally what they
learned - directed through teacher questions.
C. A brief evaluation of what the class felt was important
r was elicited at the end of the week.
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TEACHER 13 - TEACHING SKILLS AND BEHAVIORS
I. Skill #8 - Student Participation
Behavior 16 - The teacher gets us to talk about the subject with
one another during class discussions.
Strategies :
A. Students' desks were rearranged so that learning stations
were identified so that they could discuss more freely.
B. Students shared rought drafts of their composition work
with a partner.
C. Panels were set up and time allowed for students to plan
and discuss their small group presentations.
D. More student "air time" and less teacher directiveness
was allowed during the reading period.
II. Skill # 11 - Level of Challenge
Behavior 22 - The teacher does things in class which get me to
think.
Strategies :
A. Role playing pantomimes and simulation games were utilized
in the literature period.
B. Higher order questions were introduced by the teacher which
solicited diverse student response.
C. Less emphasis placed on quantity as opposed to quality
work. Standards for length of book reports and term
projects were eliminated.
D. Teacher played "Devils Advocate" and challenged students'
and teachers' perspective of characterization, plot, and
theme in the basal test.
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TEACHER 15 - TEACHING SKILLS AND BEHAVIORS
I. Skill #1 - Establishing A Learning Set
Behavior 4 - The teacher explains clearly any work we are to do.
Strategies
:
A. The teacher went over an outline for the lesson on the
board. There were three reading groups in the class and
the outline served to clarify independent work.
B. A dittoed outline of week long learning opportunities were
given ou on Monday. These were kept in each child's
folder.
C. Selected students were often asked to explain the assign-
ments to the rest of the class.
D. Individual students had several options within the reading
assignment.
II. Skill #2 - Methods and Materials
Behavior 24 - The teacher has us do many different things in class.
Strategies :
A. Straight lecture type one way dialogue was revamped to
include small group discussion and independent activities
geared to the appropriate instructional level of the
student.
B. A ninety minute reading time frame emphasized a variety
of reading activities on different days of the week.
C. Youngsters were given the opportunity to buddy tutor
younger children at different grade levels - re: 5th
grader tutoring 2nd and 1st graders.
D. Selected students taught a lesson on grammar once a week.
E. Book reports could be in the form of a diorama, written,
3X5 card, or multi-dimensional.
F. Choral reading, role playing, pantomimes and writing a
script were implemented m the reading class.
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TEACHER 17 - TEACHING SKILLS AND BEHAVIORS
I. Skill #3 - Pacing
Behavior 8 - The teacher goes over things at a speed that is not
too fast or too slow for me.
Strategies :
A. The teacher at the 1st administration of the ETABS as
perceived by students and witnessed on the video tape
would tend to drag out a point and reiterate the same
idea. Attending behavior of students and feedback
suggested that too much time was being placed on material
already mastered by the students. The teacher went over
the semester unit plans and rewrote lessons and weekly
plans which "tightened" up the content to be presented.
Since this was a math class, greater emphasis was placed
on allowing children to work at their own rate after
having mastered basic computational skills.
B. The more adept youngsters were given the flexibility to
work at a rate that they felt comfortable with.
C. Self-pacing and self-correcting became a part of the class
routine.
D. Low achievers were given more time with the teachers.
II. Skill #10 - Evaluation
Behavior 20 - The teacher is a fair grader.
Strategies :
A. Part of the strategy here was in helping the teacher
recognize that discipline problems as perceived by the
teacher greatly influenced the grade assigned to the
discipline of math. Children felt that their performance
in math was not adequately reflected by letter grades
due to some inconsistency in standards by the ceacher.
The teacher reaffirmed certain standards but did not
penalize students for their achievement in mathematics.
B. The teacher allowed youngsters to "strike" one quiz
grade
from their record books.
C. Make up assignments and extra math assignments
were
considered part of the overall math grade.
D. Feedback as to each youngsters' performance
was given
more frequently.
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TEACHER 19 - TEACHING SKILLS AND BEHAVIORS
I. Skill #2 - Logical Organization
Behavior 16 - The teacher gets us to talk about the subject with
one another during class discussions.
Strategies ;
A. Open ended questions directed toward solving problem
situations focused on methods for completing math
problems. Students were given the opportunity to
work out their own method for solving math equations.
Youngsters could work in small groups or alone.
B. A variety of math games were initiated during the math
period. At least twice a week students played class
games and often competed in contest and were given the
opportunity to challenge opponents.
II. Skill #9 - Closure
Behavior 18 - The teacher goes over what we did at the end of the
lesson.
Strategies :
A. An overview of each lesson in math was discussed with
the sixth graders.
B. Children were asked to contribute to what was learned
during the period.
C. Emphasis was placed on summarizing key points of the
lesson and stress directed toward specificity of impor-
tant math concepts.
D. Children were given time to seek clarification of con-
cepts they did not understand.
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